Special educators typically individualize services according to student disability; they should also individualize services according to student culture. Culture influences postsecondary outcomes for students with disabilities (Bakken & Aloia, 1999) . This article identifies 4 barriers to successful transition for Navajo Native American students and suggests strategies for teachers to use to minimize the risks of unsuccessful transition for multicultural students. The article provides information that special educators can use to better individualize their transition services to all students with disabilities. 
Introduction
The Individuals with Disabilities Act of 1990 (IDEA), P.L.
101-476, and IDEA Amendments of 1997, P.L. 105-17, mandate a transition planning program of studies for students beginning at age 14 and transition planning services for all students with disabilities ages 16 and older. The phrase "all students with disabilities" is interpreted to mean that regardless of the type of disability, students should receive transition services.
Clearly, a student's type of disability will impact the specific issues he/she faces in postsecondary transition. By considering the context of a student's type of disability, special educators can better individualize planning for successful transitions.
Such individualization is a guiding principle in the field of special education (Smith, 1998) . However, individualization based on disability classification alone is insufficient to facilitate successful postsecondary transitions for all students with disabilities.
In addition to the contexts that result from different types of disabilities, special educators should consider students' cultural contexts. Culturally sensitive special education services can enhance the likelihood of successful postsecondary transitions because culture does influence postsecondary outcomes (Bakken & Aloia, 1999) . By recognizing cultural influences, teachers can better individualize services.
Individualization should be based on disability classification and cultural context. Despite the tone of equality and fairness present in the phrase "all students with disabilities," statistics reveal alarmingly inequitable trends in the field. Minority ethnic groups are overrepresented in special education classes (Baca & Cervantes, 1998; Smith, 1998) . Students from these groups are more likely to be misdiagnosed and to receive inadequate services once they are diagnosed (Obiakor, 1999) . School dropout rates of youth from some cultures are five times higher than those of White students (Minnesota Private College Research Foundation, 1994) . Similarly, high incarceration rates and other negative trends indicate some serious problems in the transition of some students from diverse cultures to the world of work or postsecondary training (National Council of Juvenile and Family Court Judges, 1990) .
These aforementioned problems have been widely reported,
and they speak to the imbalance of power within society as a whole. As Gibson (1991) (Sue & Sue, 1999; McIntosh, 1998; Winzer & Mazurek, 1998) .
This article describes the impact of culture and cultural differences in school and work; it also discusses the importance of enhancing multicultural awareness and identifies common obstacles to minority students in postsecondary transitions. In addition, it presents a recent study that focuses on the experience of Navajo Native Americans in transition. The purpose is to provide information that special educators can use to better individualize their transition services to all students with disabilities.
Culture and Cultural Differences
Culture is more than race or ethnicity. (Hoyt, 1988; Winzer & Mazurek, 1998) . Special educators can best facilitate student adaptation to school and work environments when they themselves are aware of the particular challenges and concerns that may arise for diverse students.
Multicultural Awareness
Given the diversity of contemporary North American society, the need for accommodation and adaptation in special educational strategies is clear. Strategies useful for some geographic regions or cultural groups may not be effective in other contexts. In fact, some strategies may be harmful when implemented without consideration of local education and employment contexts (Sue, 1999; Sue & Sue, 1999) .
The professional literature has recognized that cultural contexts do impact the educational outcomes of students of color (Ornstein & Levine, 1989) , therefore, the need exists to train special educators in effective multicultural service delivery (Voltz, 1998) . Moreover, the literature has recognized that specific awareness, knowledge, and skills are necessary to work successfully with members of any specific ethnic group (Baca & Cervantes, 1998; Winzer & Mazurek, 1998) . However, many special
educators have yet to recognize their own cultural biases and limitations in this area.
Awareness of multicultural issues begins with a personal examination of one's own values, beliefs, and possible biases (Sue & Sue, 1999) . People can best understand others when they first realize that they are subject to cultural influences. If they see themselves as products of and contributors to a culture, it is easier to see others in their cultural contexts as well. Thus they recognize that because they function within a culture, they are all equal despite their differences.
Conversely, when they fail to see that their actions are influenced by the values and assumptions of their own culture, it is easy to dismiss or denigrate the actions of those who differ from them due to the values and assumptions of another culture. For example, a special educator may unknowingly give preferential treatment to students who share her/his value of deference to authority, and students whose cultures emphasize egalitarian and interdependent relationships may be less favorably received when they approach the teacher as they would a friend. Awareness of cultural differences can lead to openly discussing values or to adapting both sets of values to be more compatible. In this case, the special educator could either explain her/his expectations and then practice formal language with new students or else modify his/her expectations and learn to feel comfortable with informality and mutual interchange.
Because lack of cultural awareness is now less common than superficial awareness, several authors express concern that many educators and administrators fail to recognize the limitations of their awareness (Easter, Shultz, Neyhart, & Reck, 1999; Howitt & Owusu-Bempah, 1999; Katz & Torres, 1983; McIntosh, 1998; Sue & Sue, 1999) . They argue that unrecognized superficiality in cultural awareness can be as problematic as a lack of awareness. Unrecognized superficiality is more resistant to change than lack of cultural awareness because people who sincerely believe that they are helping others fail to make changes that are really necessary to keep their "help" from being detrimental.
Recognizing Biases and Mistrust
A term often used in the literature to describe continuation of unintentional mistreatment is "White privilege" (McIntosh, 1998) approaches to analyze the transcribed interviews (Giorgi, 1985; Packer, 1985; Polkinghorne, 1984) . Supporting research in this area suggests that both parents and mentors are of greater importance to Native Americans in making transitions than they are to their European American counterparts (Brown & Kurpius, 1997; Lee, 1984) .
Limited Educational and Vocational Schema
According to Jackson and Smith (1999) : Supporting research in this area suggests that students have vague educational and vocational perceptions when they receive limited information on vocations and limited exposure to different careers. Individuals with disabilities often have fewer vocational experiences over the course of their early development than do students without disabilities (Kosciulek, 1998; Martin, 1991) . Gottfredsen (1981) 
Connection to Homeland and Culture
In the study of Navajo students' transitions, participants reported feeling uneasy and somewhat "disconnected" when they left their homeland to pursue work or educational opportunities.
They also reported feeling confused about mixed messages to "(a)
leave their reservation to be successful, and (b) maintain their traditional connection to their tribe, land, and culture" (Jackson & Smith, 1999, p. 22 Research that supports this theme suggests that the more Native American students identify with European American culture, the more likely they are to effectively transition into European American-dominant culture (Morales, 1996) .
Unfortunately this finding seems to reflect the bias in the dominant culture as it appears to prescribe assimilation and
homogeneity. An alternative hypothesis is that students who have identified with European American culture are more confident in their ability to thrive in that culture and that perhaps the issue is really cross-cultural self-efficacy rather than identification with European American culture (Kerbo, 1981) . Some preliminary research is showing that identification with and pride in one's own culture may contribute to making effective transitions (Lamborn, et al., 1996) . This view is supported by Braithewaite (1997) and others who have explored the transitions of students to tribal colleges, where persistence rates run as high as 88% (p. 23).
Implications for Special Educators
We present the following practical solutions for special educators working with students from diverse cultures in transition.
Significant Relationships
Successful programs that prepare students for adult society not only utilize school personnel but also involve members of diverse cultural communities in the preparation process (Campbell-Whatley, Algozzine, & Obiakor, 1997) . What communities can offer that schools often cannot provide is role models from the student's own cultural community to serve as mentors. This mentoring, from both parents and other community members, is an essential part of successful transition.
Involving interested family and friends in school to work transitions improves employment outcomes for students with disabilities (Hasazi, Gordon & Roe, 1985) . Family and community assistance is considered a best practice in effective transitions (Kohler, 1993; Wehman, 1990) ; these individuals help students find jobs, teach them what they need to do to be successful at the job, and support them when times are tough.
Typically, students from diverse cultures may have limited social networks that lead to meaningful employment (Glover & Marshall, 1993) .
In school-to-postsecondary training transitions of students from minority cultures, Jackson and Smith (1999) and others have emphasized the importance of faculty/student relationships (Astin, 1982; Braithewaite, 1997; Brown & Kurpius, 1997; Lin, LaCount, & Eder, 1988; Pascarella, 1980; Steward, 1993; Terenzini, Blimling, & Pascarella, 1996) . For example, a survey by Harris and Associates (1994) Too often, an educator's focus on learning can impede quality relationships. For example, a university student in a multicultural issues class was tutoring a student of color for a service learning assignment. The tutor expressed frustration that the student continually engaged in avoidance behaviors to escape learning to read. Finally the tutor gave up trying to force the tutee to do academics and talked to the student informally. They soon grew to like each other, and as the relationship improved, the student desired to please the tutor by learning to read.
All three of these elements (parental and friend involvement, mentoring relationships, and improved faculty/student relationships) are factors teachers have some control over and can foster for their students from diverse cultures during transition.
Educational and Vocational Perceptions Jackson and Smith (1999) found that most Navajo students did not have a clear idea of what to do in order to reach the particular career goal they had identified as desirable.
Students knew they needed a degree to pursue a career, but they
were unfamiliar with what career required what degree. They were also uncertain about what was expected of them in order to acquire that degree.
Morningstar, Turnbull, and Turnbull (1996) found that families were the major resources for future planning for students with disabilities and that planning was, at best, Limited educational and vocational schema of students from diverse cultures who are in transition can be improved upon.
Teachers and mentors need to assist the student with future planning.
Connection to Homeland and Culture
One consideration in transitions suggested by Jackson and Smith (1999) is that of students' connections to their homelands and cultures. A major decision that students in transition must make is whether they want to be employed in their home community 
Research Concerns
Of concern to educators and others involved in the transition process is the relative paucity of research specific to issues that students of color face in the schools and in their transition to other settings. Published research often determines what will be taught and which interventions will be used. However, because the majority of special education research has been conducted with populations that are predominantly Caucasian or has categorized students according to disability category and not culture, limited data are available to help researchers and practitioners ensure that appropriate services are provided to students from different backgrounds.
Such limitations may reflect subtle cultural biases present in larger society (McConahay, 1985) , but even if they are unintentional, such misrepresentations clearly compromise the quality of the field.
To respond to this concern, three strategies may prove useful.
First, publishers and editorial boards should carefully consider the external validity of the research they review (Sue, 1999 4. Providing supportive services and orienting students to these supports. Such supports would include multicultural, academic, and disability services on campuses and within organizations; social support networks; and culture-specific groups such as clubs, churches, and political organizations.
Again, effective mentors can facilitate access to much of the available support.
Facilitating successful transitions for culturally diverse students requires a concerted effort by family, school, and community members. Such concerted effort requires each party to be aware of cultural differences and of their own biases. It also requires the courage to cooperatively address the inherent
